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Integrating Organizational Specialists into School Districts

Richard A. Schmuck and Philip J. Runkel*

‘No school district, no matter how well adapted to its current
community, can remain adaptive by preserving a particular structure and
process. As the community changes, the functions of the school rust
changse, and schools presently are being urged to change in thoroughgoing,
even radical ways. As we eee it, organizational development for schools
should strive primarily to develop an institutionalized capability for
adaptive change. In fact, we think that training in organizaticnal
develooment should become a regulerized activity within school districfs.
It is the rare educational organization that contains.systematic'methods
for scrutinizing its own fuhctioning and redirecting its efforts toward
new, more adaptive goals and proceduree. |

It is one thing to state that training in’orgenizational de&elop—
ment should be built into every school district and something else to
specify a practical means by which thls can be brought about.- " Shoula
every school district maintain a member of tne OD network of NTL on a
_retainer fee? Should the district call in some firm of management con-

sultants during periods of crisis or when things.get too much out of
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kilter? Should school distiicts hire their own, Eermanent OD consult-

" ‘ants? TFrom these and uther suggestions for ways of making organizational

development available to school districts, we have chosen one referred

' to as the subsystem of organizational specialists, and we believe it

‘holds great promise. In this paper, we describe the role of the,otgan—'

:izational specialist, two actual groups of these specialists now at work,

the values that guide us, some theory about the functioning of these

specialists in OD and a few practical steps for establishing a team of

‘organizational specialists that we have learned from our theory and_from"

our field trials.

Role of the Organizational Specialist

The strategy we propose by which organizational development can’

' :become continuously available to a school district is that of esfablish-

ing an agency for organizational training inside the district. But has -

f'nOt this seheme already been tried and found to have seriqus'faults in

many applications? Is it necessary -~ =r = ", osgani. ©ozousult-

_ants are looking for work? We believe our scheme is not one that has

. .already been tried. . We believe it is necessary bhecause consultants

from outside the district cannot provide the kind of continuous & aila-

bility that school districts.need. And we believe that establishing and

maintaining teams of organizational specialists in school districts will

N

provide plenty-of work for prefessional OD consultants. Moreover, we

believe our particular scheme endows the team of specialists with much

.of the advantage the outsider gains from not.being eﬁtangled in the past
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and future of the organization; At the same time, our scheme has the
advantage of the insider who has already made entry, who has a constantly
ready fund of diagnostic information, and who is on salary and on the

jobo

Key features of the team of speCialistg

We now describe  features of the team of organizational. specialists
that can give it its special effectiveness for a school districte.

Team and subsystem. The first essential featuré of organiza-

tiohal.specialists is that they are brganized into a team and subsystem.

They must nave confidence in the abilities of one another, and they

-must trust one another to carry forward fhe goals of the group. This

. mutual confidernce and trust should be sufficiently thorough that special-

ists can form subteams quickiy when a request for consultation is received.
The eh£ife team must also become a ~nh-v-'em of the district; that is,.
VIV .Lewed'és a group carrying out legitimate and important.
activities. It must Qe identifiable as a grou~, héve'a supporting budget,
and be known.by others in the distridt to hav =2 budget. In a district

of about 600 staff, we hav" found that a sub. ys'2m of specialists qanf.

operate well if it is financially supported c¢2 .1 annual dacis by one-

half the coordinator's salary, on:-tenth to ¢2e fifth of mos. other
specialists' salaries, and a few thousand do-.xvs per year for releasing
sccasional hours-of the personnel with whom - specialists are working.

Part-time assignment. The second im. .rtant feature o+ the sub-

cystem of specialists is their part-time ass .soment to the role. This



feature brings them the advantages of being both insider and outsider.
The fact that the specialist, during most of the week, is a teacher,
counselor, principal or assistant superintendent like anybody else
means that he is already ''one of the boys.' Unlike the outside stranger,
there is little need to worry thzat the specialist may use the district
for his own purposes and never be seen again. The part-time specialist,
too, will not be likely to carry out his duties as organizational special-
ist at the expense of teachers or principals, because he is himself a
teacher or principal. And while the part-time specialist gains these
advantages of the insider, he can also acquire a vital advantage of the
outsider. He can enjoy detached status because of the fact that most
districts are large enough that a member of one school is in fact an
outsider to a member of another school. We find tha® . f one
school will accord trust and confidence to an organizational specialist
employed as a teacher in another school in much the same way that they
will give trvst and confidence to a consultant on fee.

The part-time assignment of specialists gives the whole scheme
certain advantages beyond those of the insider and outsider. One is
the fact that each specialist becomes a channel of communication between
his own segment of the district and the team of specialists as a whole.
Another is that each specialist becomes a source of support and expert-
ness when others of his specialist-colleagues are working with the
segment of the district of which he is a regular part.

Own renewal. The third feature is that of self-renewal within

the specialists' subsystem itself. The specialist should establish



training and selection procedures by which to replenish their own ranks.
They should employ procedures to maintain strength in their own group
dynamics. And they should maintain liaison with outside agencies and
consultants from whom they can learn more aboutf organizational develop-
ment and upon whom they can call for special help. |
Readiness. The fourth feature is that organizational speciélists

do not adminis’c@r9 direct, supervise, or install. They wait for the
school or department to demoustrate readiness to make use of aid before
they offer their wares. Even when called on, the speclalists sometimes.
make doﬁbly éure of the client's.readiness by working out tentative
stages of mutual commitment to the project. ”

Process, not content. Finally, organizaftional specialists

should not give advice about the centent problems. They do not.pose as
experts in curriculum, finance,; teaching methods, or whatever. lInstéad,
fhey offer a greater range of group and organizational processes than
school people ordinarily use as helps to members of the district in
‘working.on their own important proBlemso ‘The specialist offers methods,
éf working toward.answers; he-doés not cffer the answers themselvesﬂ.

As long as the specialist restricts himself to offering process and
methbd, nis client need never feel that his bwn expertness is being

taken out.of his hands.

Activities of the specialists

It is through work with the organizational and interpersonal

processes in school and district that the specialists become most visible.




The specialists train others in communication skills, innovative groupﬂ
processes, and problem-solving procedures. They provide a source of
fresh ideas on new ways of working together and serve as a chnaanel
through which other people's innovative ideas about organizational pro-
cedures--both from within and without the district--can be brought to
points where they can be converted into reality. ©Seven kinds of activ-
ity that frequently recur in the work of the specialists are listed
below. Along with each, we mention some skills the specialists ceek to

transmit and some sorts of actions through which school people sometimes

1. Organizational specialists try to develop clear communica-
tion up, down, and laterally. Toward this end, they teach communicative
skills such as paraphrasing and perceptidn checking., It sometimes
happens, as a result, that a school faculty asks for a workshop in which
all its members can improve the communicative methods they use witi one
anothers |

2. Spscialists seek to increase the understandingvpeople have
of the ways different parts of the district affect ome another. A use-

ful skill is that of using systematic information-gathering techniques

~such as guestiocnnaires, intervievs, and direct observations. Members of

the district often arrange sessions at which the information is given
back to school faculties, central-office departments, parent groups,
and others.

3 Spedialisﬁs help spfead ékills in writing educational objec-
tives and specifying operational definitions as an aid to understanding

the educational goals held by persons in various parts of the district.
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Toward this same end, groups from different parts of a district some-
times meet to compare the observable and behavior outcomes toward which
they are striving.

L, Specialists try to improve the skill of groups in systematic
problem solving. Many different kinds of groups can invite specialists
to help them make their problem solving and decision making more system-
atic ard susqeptible to monitoring; examples are teaching teams, depari-
mental bodies, meetings of department heads, and committees of all
sorts.

5., Specialists encourage schools and districts to develop new
ways of assessing progress toward educational goals. They often refer
school people to experts in collecting evaluative data, in systems
analysis, and in other technical aids.

6. Specialists try to bring into use the relevant knowledge,
skill, and energy of all persons involved in a task. Toward this end,
they teach communicative skills that can increase participation in small
group discussion. They offer consultation on eifective procedures for
running meetings. They also arrange confrontations between groups to
reduce misapprehensions and increase the amount of correct and reglistic
information each group has about the other with which it must work.
Groups in schools and districts can profit from diagnosing the influence
processes in which they are embedded, comparing their diagnoses with
diagnoses made by other groups, and developing plans for opening new
paths for influence.

7. Specialists are always alert for innovative practices that



can cerve the goals of school and district. To locate structures and
processes where innovation is needed, specialists watch for expressicns
of frustration and for creative practices even when they cause anxiety.
Specialists teach others, too; to help make both frustration en  rceative
ity more visible to all. One frequent technique is to bring together

the people with frustrations ead those with creative ideas, in prepara-

tion for later problem~soliving activity.

The Kent Project

Now that we have described the chief features of a team of
organizational specialists and their typical activities, we shall
describe briefly two projects in which teams of specialists have been
established in school districts. The first is referred to as the Kent
Projectm

As part of a 2) year intervention, we as consultants from the
Center for the Advanced Study of Educational Administration (CASEA),
establisi.ed a team of organizational specialists in the school district
at Kent., Washington. As consultants from ocutside, we launched tue
organizaticral development project but later turned over the task of con-
tinued training to organizational specialists within the Keﬁt distrieto”

Our first contact with Kent came through a counselor who had
obtained approval to visit us frcm members of the superintendent“é
cabinet. Early contact with the woperintendent’s office was cautious on
'botﬁ eides9 eince the district had recently spent a large sur of money

for a managemenﬁnconsultaﬁt firm to study and recommend a reorganization
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of the district's orgahizational structure, This reorganization had been
mostly accomplished, but among the consequences .iere a high degree of
suspicion on the part of many teachers and a good deal of misunderstand-
ing by all of the new structure.

The superintendent and his cabinet granted initial approval to
the project during a meeting in Septembef, 1967, and a steering committee
was férmed, containing representatives from all levels of the district's
professional staff and one from the public sector. This committee was
liaison between CASEA and the Kent dis*rict and was intended to have
advisory reponsibilities for the OD project.

In all, the period of entering the district lasted seven months.
During this period we met with the building principals and representa-
tives to the lccal educational association. We tried to gain approval
from every level of the professional hierarchy so that the project would
be ”ownéd“ by the entire district and not simply by the manaéementu

Because each building was being represented by a principal and at least

.one representative to the education association's board, and because we

had sought approval at meetings of princiﬁals'and of the educaﬁion asso=

ciation's board, we hoped that each building staff would alsoAbe agree=-

able to the project. As it turned out, this often was not the céée,

and the process of entering negotiating, and committing subsystems to

engage in OD tfaining had to be.repeated through the tenure of the project.
We carried out training events in several important partSSOf the

district during the yeér before the team of specialists was started.

Although most of the personnel of the district were aware of the training
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at least vaguely, 30 percent or perhaps more were never directly iunvolved
because of limited time and resources of the CASEA staff. These training
events were designed to increase the communication and group problem-
solving skills of teams of personnel filling influential line and staff

positions in the district, both in schools and in the central office.

Our plan was to demonstrate the benefits of OD training to personnel in

a variety of such key positions. .A skeletal summary of these events is
presented here; details can be found in Langmeyer, Schmuck, and Runkel

(1971).

Stage 1: Training for Personnel with Line Functions.

In April, 1968, we invited certain personnel performing line

functions in the district to the first training event. Trainees included

' the superinterndent and his cabinet, the elementary and secondary princi-

pals, and.teachers who were leaders within the Kent Education Association.
At least cane teacher from every building asttended the meeting, aiong
with the officers of the association.

The event lasted four days, but only the superintendent's
cabinet Qas present all.of the time. On the first day, before others
arrivéd, the su?erintendenﬁ and nis cabinet discussed ways in which com=
munication was breaking down among theﬁ, the lack of clarity in their
role definitions, the ambiguous norms that existed in the cabinet, and,
f:‘Lnall.Ly_‘3 their strengths as a group@'

On the second day, the principals Jjoined the cabinet in a

specially designed intexrgroup confrontation that brought into the open
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organizational problems seen by each group as involving the other. Next,
on the evening of that same day, teachers arrived to join the principals
and cabinet, and for four hours these influential line personnel gener-
ated a list of organizational problems in the Kent district. The prin-
cipals went back to their buildings the next day, leaving time for
teachers and cabinet to interact in a modified intergroup confrontation.
On the fourth and final day, the cabinet met alone to summaris: the week
and to schedule .. ‘ates for their own - roblem solving.

This in..ial training event servec partly the purpose of direct
training and part.:- -he function of a demcnstration in OD. Most of the
participants were c:nvinced of the usefulness of laboratory training

for organizational development, and many of them helped to bring us

friendly receptions later in their own parts of the districts.

Stage 2: Training for Principals in Human Relations.

All pr1n01pals were strongly u&ged to partlclpate in a ba51c
human relatlon laboratory that was offered in June of 1968 by the

National Training Laboratorles of the Northwest, and all dld In general,

.the training brought about increased skill in interpersonal relations

and increased awareness of the effects of one's own responses on others

(see Thomas, 1970). We have no evidence, however, that this training

facilitated our own work of organizational development'in the district.

On the contrary; we believe it hindered our work to some cdegree by

leading thé.principals to believe that OD training ahd,the work of the

organizational specialists would be similar to the'T;group experiences
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they had had.

Stage %: Training for Personnel with Staff Functions.
g =2

Personnel in staf® -~les in the divisions of Student Personnel
Services and Curriculum Dev. lo.ue’ : attended = fhree—day conference in
September 1968; they were jo..ed “or ¢ 3-half day by th: pri .cipals.
~ Just as when the line personrt . 2ediv- 1 training, thes: grc .ps par-
ticipated in a peribd of intergr p cc.. rontation that unear:ﬁeé a
number of problems for system:ti work  Each group began to work through
a sequence §f pr6b1em,éolving ar ~made -oncrete plans to continue thase
- - éfforts '"back home.' This evsnt left the participants with mixed

feelings.

" Stage 4: Training for the Business Department.

In November, 1968, the business personnel ' 10 had not yet been
involved in the training were giveﬁ two d~ys of training in communica-
tion skills, grouplexefcises,‘énd‘problém s@lvingo . The training,was_
similar in spirif and design to the events with the line and staff
personnel, excépt.that no confrontations with other role groups took

place. The results seemed helpful but not remarkable.

Stage 5: Training for Selected School Staffs.

From September 1968 to’April 1969, we worked with five school

staffs. These training sessiczs were aimed at introducing a large

9 - . 13
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number of teachers to the benefits of OD and at reaching subsystems within
the district other than the administrative personnel. The chief effect of
these training events was to increase the awareness of a number of personnel
of the meaning and procedures of OD. Certain of these schools later re-
quested more work in OD from the org- ‘zational specilaliets; others did
not.. Perhaps the mcst significant res 1t of these interventions was that
many of the volunteers to be trained.as future specialists came from'the

buildings in which some training took onlace.

Recruiting the Kent specialists

In the spring of 1969, information was circulated throughout the
district that a werkshop would be held in June 1969 for Kent personnel who

w1shed to become organlzatlonal speclallsts._ The mlmeographed circular

stated that the speclalnst would become knowledgeable and sklllful in group
_processes. He would serve on commlttees to give feedback»or as a_tralner for

'A5pecial groups within the district. We hoped that personnel from all hier-

archical levels Would volunteer to become organizational specialists.

The first steps in. establishing the role of organizational special-

-1st in the dlstrlct had already been taken when the school board approved the

original contrac but 1t was 1mperat1ve that. the role be supported with

released time, a part—tlme coordlnator, and tbe off1c1al ble551ngs of uhP

dlstrlct There were several tense nwments when the teachers were nego—

'tiating for a new contract and early reports seemed to Indlcate that adequate

money mlgh+ not be avallable --but commltments to the prOJect were hlgh and |

- the matter was resolved w1th ten days allotted to each specialist for OD

14
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work during the school year. Further, a part-time coordinator was
appointed. |

Applications were solicited from all professional members of the
school district. TWenty—three district personnel were selected from
those who applied. They represerted a vefy“w1de cross sectlon cf the
district: teachers, counselors, principals from elementary and :zscon-~
dary schools, curriculum and stucent personnel specialists, and assis-

tant superintendents.

Training the Kent specialists

The Kent spe01alists began their training with a two—week work-
shop dhrlQ? June, 1909 The goals of the first week's sesslons were to
introduce them.to many of the techniques, exercises, procedures,_and ;
skills that we had found useful in 0D; to piov1de each of them with an
opportunity to explore the 1mpact of his behav1or on a group; to establish
them as a-cohesiVe, vital unction ing unit and to give them.ptactlce in
leading‘some tfaining activities; The participants spent the,first three
days in small groups going through many'exercises ahd activities, with
part1c1pants rotating in the role of co—trainer for these activities.

._ In the last two days ‘of the first week the part1c1pants were asked to
design activities for themselves that would help strengthen their team --
activities focused either on the group or on participants' skills.

For the second week of the worksnop, the twenty-three specialists
-divided themselvesvinto six teams, each containing.at least one CASEA
trainer’ The total group cf specialists established potential target’
_groups within the school district and’ each team selected one potential

~target with which to work. Anwng the target act1v1ties were workshops.
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for several schools to be held prior to the opening ¢ schoc. or during
the year, a continuation of work started with the ce. et at a senior

high school, work articulating relations between pri @ Hals and counselors,
‘and work with a community advisory group. The r=st c the wsek was spent
establishing goals for training with the targets, zat -ring diagnostic
data about the targets, analyzing the data to establi- . forc=s operating
in the target groups, and designing the,training svenw . We worked c_ose-=
ly with these subgroups anticipating tte follow~up.ie;p we would give

.to thn spe01alists during the academic year.

We worked with the Kenu specialists durlng th: iirst two;thirds
of the 196970 academic year, withdrawing in March 16" 7. Thus, the train-
ing events that were engineered by the Kent specialiss were observed and
_criticized by the outside consultants. This collaboration was part sf
a deliberate plan to support the devslopment'of training skills within
the specilalist team. Approximately ten different training events ocsurred
with otr assistance. Most of these evants were successful in raising
'1nterest in the district in improving commmni stion, group processes; and

organizational problem-solving.

Coordinator of the Kent specialists

A key fole in helping the specialists to function effectively was
carried out by the COOrdinator} Many of his duties were very similar to
those of curriculum coordinators; he handled budget arrangements, suvo.ed
relevant traiﬁing materials in his office, kept careful records of the
project,.served as convener_of the specialists' steering committee, and
worked closely with cslleges in the State of Washiigton to arrange>for

training courses to receive college credit.
S
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Other of his duties were vnique in the district. Because the
organizational specialists cut across all important jobs in the district
and because they served the entire system, the coordinator reported dir-
ectly to the superintendent. All projects were discussed with the super-
intendent before they were launched. Unlike persons in line positions,
however, neither the coordinator nor any of the other organizational
specialists directed any work of people in the schools. And unlike
persons in staff positions, their advisory and.facilitative functions
were not restricted to admihistrators. Everyone in the district had
dirédt access to the organizational specialists; no one was required to
have the approval of a superior before opening conversations with them.

The coordinator served as an active link between thé specialists
and the rest of the district. When the coordinator reqeived'a request
for specialists'-services, he :and the pefson or group requesting the service
typically listed the particular specialists who would be mitually accept—
able. _ Only those listed would then be asked about their availability.
in felaying requests to the specialisﬁs, the coordinatbr ordéred the
requests so as td ro£a£e'the work fairly evenlyg thé object was to avoid
developing an elite corps who might become the only ones to take on dif-
ficult training tasks. As the project gained prestige and was recognized
by other school districts as vaulabls, the coordinator processed all out-—
of-district requests for services, The coordinator was helped in his
work by a steering committee formed within the body of 23 specilalists.

Membership in this committee rotatec from month to month.

Work of the Kent specialists

During the first year of operation, the organizational specialists
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focused primarily on four target groups: an elementary school staff
moving toward a multiunit structure, the superintendent and his cabinet,
teachers interested in improving their communication skills, and a junior
high staff. Limited work was carried out with a group of parents and
with a senior high school. Of the four primary interventionms, three
appéared to be successfully executed.

The most successful training was carried out at the elémentary
school that was moving.toward a multiunit organizstion. Several factors
in this school'Were conducive to OD training. The school had few walls;
the newness and freedom of the physical plant encduraged'thé stafif to be
creative about teaching strategies. The principal had been trained as
an organizational specialist; hé felt secure with the training process
and encouraged the more retiring staff members to become invélved, An-
other indicator of potential success was that some of the teachers aided
£he principal in selecting the particular specialists who were to work
with the staff. |

The first training with this scho§1 took place in August 1969
just before school began; it lasted for twé days. The first day wés spent
in group exercises and in practicing commmnication skills. On the second
~day, the staff participated in group problem solving, making plans to
short-circuit organizaﬁional problems tﬁat_might arise during the acaaemic
.year. The specialists met again with the faculty for three half-day
séssions during September, October, and November. (These sessions were
easily arranged because the staff was double shifting until Christmas.),_

Assessment of the training indicated that the tea@hers thought
that the specialists had éevelopea a well—orgénized training design, that ,

the teachers were experiencing clear commnication with the principal, and
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that they were working smoothly and effectively in their teams. Sev-
eral teachers commented that they were gratified to see the specialists
using the skills they were teaching.

A second successful. intervention occurred when another team of
specialists worked with the superintendent and his staff during cabinet
meetings. Before any help from specialists was given, the superintendent
and his staff generally agreed that communication at their cabinet meet-
ings was poor. Participants seemed uncertain of their roles and hesi-
tated to disagree at staff meetings with the superintendent even when
debate might improve the group's decision making. Few declsions were
made at the meetings; instead, cabinet members thought that decisions
were being made on the outside in unknown ways. Other staff members in
the district distrusted the lack of openness they perceived on the part
of the cabinet., Much confusion and distrust persisted in the district.

In February 1970, the superintendent decided to open the cabinet
meetings to bfoadér participation. The group was re—ﬁamed "staff" and
the principals and teachers were invited to send representatives. In
this new form, the méetings were open to participation by representatives
of several district groups, the superintendent participated more as a
group menber and less as a laissez-faire leader, procedufes were agreed
upon by the total group, and time was devoted to discussing group pro-
cesses at the meeting. In March, the superintendent and his staff agreed
that one or two organizational specialists should attend staff nmeetings
to sérve as official observers of the communication processes.

As a result of feedback fron the specialists at twelve weekly
meetings, the foilowing changes in group prbcesses cccurred:

1. The superintendent periodically stepped ou' of the rolé of .
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”presenter.” Presentations were made by a variety of participants.

2. The superintendent often relinquished the role.of convener
(chairman or moderator) to participate more freely in the discussions.

3. Agreements were made by the group on precedures to help the
meetings.run smoothly. The superintendent (who hed been expected to

. prescribe sucn procedural rules) acted merely as another member wnile
.these agreements were being reached,

4. Time at the end of the meeting was used to discuss (debrief)
the group processes that oceurred during that meeting. The specialists
gave feedback during this time on their observatiens.

As a result of these changes, less adverse cfiticism.of the meet-

| ings was made by participants and less distrust seemed to be menifested
by ethers in the district;toward the superintendent.

.A third.successful intervention uas a two—-course sequence pre-
nefed for interested teachers in the district. In the first couree,
entitled "Techniques in Communicatiqn,” the communication skills of para-
phrasing, describing nenavior, describing.dwn feelings, and checking one's
perception of others' feelings were taught. Also, the participants experi-
enced_several group exercises and'learned.howlto carrynout an organizaticnal

" problem-solving eequence. The .second course, entitled '"Communications
end Idterpereonal Relations," wee an edvanded training.experienee_in.which
tne communication skills, exercises, and procedures were.reviewed and
related to group processes in the classroom. Those who successfully com-
pleted both courses and who were enthusiastic about_them.became candidates
for'posts o. the team cf organizetiOnai Speeialists, o
Although no intervention created a great deel of strain or adverse

criticism, .one can fairly be called unsuccessful. The unproductive

20
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experience took place in a training event designed for a junior high
school. One of the organizational.speqialists had reported that some
staff members in one of the junior ﬁigh schools were seen by éther.
faculty:as failing to take their share of responsibility for encouraging
~students to.behave properly in the halls. The resulting tensions --—

so the specialist understood -- héd created several warring subgroups

on the facﬁlt&; consequently, the faculty as a whole commmicated andv
worked togeﬁher very poorly. A team of specialists was assigned.to

the building and their conversations with the principal started during
July, 1969.

In Novémber; the specialists were taken abaék o hear the teachers
in the building state that the problém.no longer existed. They discovered
that during the surmer the principal had.taken steps to correct the lack
of clarity about discipline in a way acceptable to most tsachers. But
the speciallsts'did not learn of these steps until they had carried out
several training sessions at éhe school. The spécialists had intended
the training to culminate in a problem-solving process to work on clari-
'fying staff norms about disciplining students. The school staff was sur-
priséd that the consultants raised discipline as a problem soon after they
had worked on it. The specialists were unsure about how to respond, ima-
gining that some of the teachers were unrealistically defending the
existing conditions of the school. The resulting confusions were followed
by_antogonistié reﬁarks toward the specialists and a demand that they
stop the training until further notice.

By March, 1970, we were giving no aid to the Ken£ specialists in

selecting tasks, designing training, or carrying out the training. The
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specialists made the transition very smoothly. By the end of the summer
of 1970 they had conducted OD training ranging from a half a day to a full
week with seven elementary schools, the superintendent and his immediate
staff, the program specialists within the Curriculum Division, a group

of principals, some groups of parents, and a group of 80 students in a
"mlti-ethniccamp." Moreover, they‘had'laid plans for the 1970-71 school
year that included some continued or advanced work and some new work. For

details of this second year of training see Wyant (1971).

The Fugene Project

After the Kent experience, we decided to test whether an effective
team of specialists could be integrated into a district without a prior
period of district-wide OD training. With what ﬁe had learned in Kent
about selection, trainihg, and follow-up support of the specialists, we
had a strong foundation for another try at creating a speclalist-team.
Moreover, we were growing toward a point of some maturity with our theory
and technology of OD for schools (see Schmuck, Runkel, Saturen, Martell,
and Derr in preparation). |

The Eugene district offered an ideal setting for such an attempt.
No district-wide OD had taken place; this meant that the district as a
whole did not become accustomed to CASEA trainers before encountering
their own organizational specialists. It also meant that the superinten-
dent and his assistants were not given ﬁraining before the organizatioral
specialists. On the other side, meny personnel were knowledgeable about
our work, and many had also experienced demonstrations or college courses

on commnication skills and group problem solving. We already had been
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active in a part of the district, experimenting with OD in establishing
the multiunit structure in four elementary schools. Discussions with

Eugene personnel about, creating a team of organizational specialists com-

menced in the fall of 1970.

Recruiting the Fugene specialists

Certain ideas and desires were paramount in our thinking because
of the Kent project, Fifst, we wanted a strong coordinator, highly re-
spected by disﬁrict pefsoﬁnel for his expertise, efficiency,~and tactful
interpeQSOnal relations{ We alsoewanted him.to be knowledgeable, com-
fortable, and excited about OD training. We found our man.in one of the
ooordinatefs of the multiunit_projectq Second, we wanted to reach clear
agreements with the chief adndnistrators in ‘the ceﬁtrai office about ﬁke
nature of the project. We accomplished this through several meetings

during the winter of 1970-71, and by recruiting three of the four Area

Directors (who serve substantially as deputies to the superintendent) to

the specialist‘training program. Third, we wanted to publicize'the‘pro-

ject accurateély, clearly, and widely; we also wanted the procedures for ap-
plying to conform to district policy and tradition@ Fourth, we wanted to-re-.
celve many more appiicaﬁions than could be‘accepted and we wanted tg.feceive
them.froﬁ.all professionai jobs in the districﬁ. We did reeeive 75 eppiif
cations and we could-aceepf only 25 of them for training. As we had

heped, the trainees represented all professional jobs, including area
directors, curriculum coordinators, COunselofs, principals, and teachers.
Fifth, we decided to add a week to the summer training, making three weeks

in all, Our period of co-training with the specialists during the school
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year was scheduled to run from August, 1971 to April, 1972. All totaled,

we hoped to cut the time spent in Bugene to about one half the time we

spent in Kent.

Training the Eugene specialists

The Fugene Specialists_started their preparation with two weeks
of training in June, 1971. A third week of training took place in August,
1971, just prior to the start of the school year. Goals of the first
week's sessions were similar to those pursued in Kent. The activities
included practicing warm-up exercises, commnication skills, and group
and intergroup exercises.and procedures. Heavier emphasis was placed on
intergroup exercises and data feedback techniQues than had been givén ‘n
Kent. During_the acﬁivities, trainees discussed their perceptions ana
feelings about the-distfict, the.reéoﬁrces théy brought to the specialist
téam, their feelings-about membership on the team, and their views of
the goals of the team. We asked them.to read theoretical expositions of
such topics as clarifying commnication, estgblishing‘goals, wncovering
conflicts; and making decisions, and to discuss the topics aﬁongst them-
selves.

' During the second week, we focused largely on the stages of an OD
intervention. We reviewed what wé nad learnéd in Kent about each stage
and asked the trainees to carry out similations of each stage. The stéges
were: entry and contract-building, diagnosing, designing, implementing
major training events, assessing, and follow-up training. We placéd spe--
cial emphgsis on entry and diagnosis, because these represented problems
for the Kent speciaiists. Also, we offered a gféat.deal'of conceptual

input with our Handbook (Schmuck, Runkel, Saturen, Martell, and Derr, in
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preparation).

Toward the end of the week the trainees established some agree-
ments on how they would work as a team and developed a temporary plan
to establish at least four differen£ sorts of subteams within the spe-
cialist group during the fall of 1971. Our Kent experience helped us
guide them in designating the teams. They were (1) a demonstration team
to plan and carry out short meetings in the district to Inform personrel
about the goals, skills, and actions of the specialists, (2) an inservice
course team to plan and carr- out short :ourses for interested personnel
on such topics as commnicatzor skills, problem solving, applicazions cf
OD ‘o the classroom, etc., () 5 team to do OD training with sckL.:-ls and
subsystems that tzd alread; - :sived scms previous training, e.g., the
multinnit schools, and (4) 2 veam to do OD training with subsystems that
had not yet received traini- .

Between the June and August training, the coordinator made plans
with several schools -- some of which had underrone previous OD and some
of which had not -- to receive training in the fall from subteams of
specialists. It was necessary that he make the arrangements by himself,
because many of the specialists were on vacation and the target schools
needed to make plaﬁs tb receive the specialists, Also during-this interim,
the coordinator, along with a few spécialists,“laid plans for a slide-
presentation to be ﬁsed by the demonstraticn‘teaﬁ,

During the one week of training in Aﬁgust, the specialists divided
into subteams to plan for demonstrations, inservice courses and OD
events. CASEA consultants joined each subteam as co-trainers. Each
subteam +tried out some of if{s plans on the oﬁher specialists to receive

feedback before executing the plan in the real world of the district. At
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the time of this writing, 'he szub-exms sre jus. geulLing 1nlo taelr work

witvin 'he dis ricr

We wisk, now ho pause 1n our dtzruszion of n

4-

e organizational
opecialists Lo suate some of e valien 0 ur guide o o tnese projects,
Eich of these projecis has contained ep.sodesz Nzt werce steer joy, when
almost everyone seemed barely "o be ! .caing the grouns Some of th
achievemenis of school faculitles seem 10 US WOrks of ari -- 2 sort of
improvisation orn a theme while modulating from one orgaenizational kay to

another, with every member of t“e combc coming in on his own cue, with -a*

rehearsal. Yer, when we are asked to expl in ~re y:iu& of ilhese cecle-
brations of human interaction, we of:en find ourselves saying that they
lead to other things that are good -~ like more hours devoted wo work
instead of spells of‘suspicious anxietj} thé vse of more resources in
building & more effective curriculum, or a more satisfying life for stu-
dents., And ﬁhen we are likely to zsk ourselves why those things are good.

A short-hand way of describing our wmost basic value position is Lo say

that we value the delight of Joining and working with otbers Lo strive

toward creating new, more sdaptable humsn provesses.

—m

Striving Lo create

[
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Building a new phenomeron is deeply gratifying Lo us. a
joy t.o produce a set of evenrs that did nou exist before, cuite aside from

wiat 1t does or whait it leads te. <Joining with others in the joy of this

creativity is even better. I% 1s a good ihing, not needing any ovher
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justification, to stand - ith fellow workers and gaze upon our handiwork.
Comfort and pleasantness are not to be bought at all ccsts; creating

events is sometimes hard and painful.

Jo_ning with others

Wh=n there is disagreement sbout wrat to build or how o build
it one way to eliminate disagreement is to get rid of the peopls whs
isagree with oneself, This is like the concueror whc velieves that he
cen win only if others _ose. This is not the kind o: =chievement or
- craativity we %alue. BI= valué the condition-of jolninz with others to
~vercome obstacles. We enjoy, needing no justificatic: for it, fitting
our own Qell—articulated contribution into“thé contributions of the rest
of the team. It is even bétter when it is very clear that everyone else

is feeling the same kind of gratification.

Delighting in work

Work, we believe, is as human as play. Quite aside from what else
work achieves -- such as a-knowledge of arithmetic, a plan for a basket-
ball tournament, or the commitment of an employer to provide work exper-
ience for high school students -- work can also achieve the'Satisfaction‘
of individual human needs. While we grant that work must some times get
done for the welfare of the group or scciety even though it is painful or

~even damaging to some of the individuals involved, we nevertheless value
most the kind of‘work and the kind of organiiation that enablevthe most
individuals to find most of their duties personally rewarding. In brief,

work can be beautiful for many people much of the time, end that's the
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way we prefer it,

.mplicaticns

Valuing the ccnditinns we '« Just descr. 0 we -1sC value
behavior in orgsnizations thet will  =a2d toe the i 2 comdlTions,
Since we value striving o create, . wint orgarl - un¥ To stzle goals
explicitly and pursue trem flexibly na vigorously. ve find that humans
are very adaptable; almost everyone an contribute  alusble part to
a goal that most others in a group » nL LO pursue snt almost. everyone
can find gratificaticn in doing so. But people & - vt infinitely adapt-
ables in a group of twenty or thirty, there is of': one who 1s over-
stressed by the changes 0D brings. Sometimes the group cannot help this
person to adapt without taking an extorbitant amount of time from the
organization's tasks. In such a case, the best course of actlion is to
seek a place fof the unconverted person in some ofbher school or district.
Always, the morphogenesis of the organization is s resolution of some
sort of conflicts among individual needs and environment il demsnds.
Valuing striving toward explicit goals mezns that conflict and
pain in the organization must be made known and treated as materlals
among other materials from which achlevement 1s built. Ween an indivi-~

dual suffers for the sake of ‘'4e group goal and he hides his sufferin
D E )

unduly at his expenize. If his suffering
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feel that others ar
is openly admitted, others can be grateful for the gift he has made to
the group goal and can reward him with their zpprecistion. At later

stages of the work, any necessary sacrifices can be equitably redistri-

buted.
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Since we value joining with others, we mist seek to draw oul ins
z.ilities, knoWledgeJ and other resources of every individual so that 211
czn be welcomed and valued. If one person contributes a disproportion-
:mely large share of resources, he can come to be valued because he cﬁn.

- exploized; others will come to feel that they cannot repay the one
perzon's contributions; and they will‘develop rationales for accspLing
more than they give. The person with the extra resources.will find
Comrself "buylng" pleasant relatibns.between himself and others. 1 can
“reely join a group and be accépted only to the extent that all the others
can tfreely join and.bé accepted]' And this can occur'only if everyone has
something valuable to offer the group. In ‘our experience, almost every-
cne does have something valuable to offer almost every group.

Similarly, we value ways of solving problems that.maxinize‘the
gains of the maximum nunber of people.and minimize the lqsses of a maxi-
mum nunber, And to do this,; an organizétion must anticipate changes in
the environment and initiate alterations before the demanls from the envir-
ohment produde strong stresses and polarize the mémbers of the organization
gbout responsive policy. If almost everyone is cohtinuously or recurrently
involved in adaptive problem-solving, then each person can be committed,
at almost every moment, to action that moves him toward his own goals
while at the same time moving the organization toward its goals. As long
as this condition can continue, people will not need to choose up sides
and try to win at the expense of the other side.

Just as valuing striving means that people muist become aware of
pain in the working grogé, whéther their own pain or that of othefs,'so
valuing joining means that people must become aware of Joy in Lue group,
wrether +h .1 own or others', I cannot take joy in sharing the work of

the group unless the others recognize the possibility, recognize v own
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state through their own empathy, and hola the moment for me while 1
express my gladness.

Since we value delighting in one's work, it is neceséary that we
know whether others are finding pleasure in their work. We cannot all
enjoy every moment of our work., OScmetimes one or another of us mmst
undergé drudgefy or even pain for the larger job to get done. If one
person is not to get more than his shdre of unpleasantness, it is neces-
sary for the pleasure and pain each person is finding in his‘wdrk to be
widgly knbwn in the gfoup. Only by brihging feelings about the job into

the open can an equitable sharing of pleasure and pain be aésufed,

Theory

We draw strongly on two bodies of theory to guide our attempts
at integrating orgsnizational speclalists into school districts. One is
that of general systems theory, with its concept'df the self-renewing or

morphogenetic organization, naking{continuous,'adaptive éhanges by main-

taining a 1ively varieﬁz pool of resources and delicately monitoring its
success in coping with its environment. For.example, since one current
tension revolﬁes arounﬁ'intergenerationalvconflict, the self—renewing
school Qf today Will fiﬁd ways fo inVolve.students in more decisions
sbout the school's operaticn and what is to be taught in the classrooms.
A self-renewing district maintains openness to its environment? respon-
siveness among its internal subsystems, and an open flow of its members'
competenciesso as to,ﬁse its own resources as a district to cope with
environmental cﬁanges,

Self-renewing organira* ions ~- whether they are teaching teams,

schools, or entire districts -- are adaptive in the long run; hence, they
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Carc nol sel in any single organizational structure or procedure. While
thers is typically some formal hierarchy, form follows function. People
are organiéed inlto groups to .solve specific problems; both the structure
o the organization and the melhods used in the groups change to suit the
nature of the current problems.

In self-renewing organizations, decisions are made by the persons
who have the informationo‘ instead of looking to those who have the legi-
timate authority, emphas1s is placed on the best poss1ble decisicu. De-
cision-making requires adeqnate 1nformation,_all too often, those in
adthority lack 1nformation or have it in a distorted form. In a self-
renewing school, for example, a group of students and parents may decide

-.on dress codes; teachers and students may decide on classroom procedures;
teachers, principal, -and‘superintendent may decide on whether to insti-
tute in-service leadership training for the princ1pels

A seli;renew1ng orcanizatlon has sensing processes and feedcack
nechanisms to tell when changes are needed. There is open communication
within the school district and between the district and the commnity on
the question of when the.scnooi needs to change."A self-renewing organi--
zation'manages itself according to specified goals'accepted.by'its menmbers.
It has systematic methods'(e g£., problem-solving technignes) for dealing
with obstacies Lo TbaChlné these goals. The goals, naturally)'are.open
tojchange as.the environment of lLhe district changes. '

A self—renewing organization.has a culture'which permits the pro-
cesses.nentioned above to take pldcea There is open, direct, and clear

rconmmnication. Conflict is Viewed as inevitable and naturalvénd is
brought out into the open so that it can pe used to bring about creative

change instead of-impeding the work to be accomplished. Creativity,
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even wild dreaming, are encouraged. \Ne@\ldeas and new persons and groups
are seen as additional‘resources rather tban as troublemakers and tbreats.

We view integrating a team of organizational speciallsts into a
school district as a long step in endowing a district with the self-
renewing capacity. In pursuit of the self-renewing sch¢nl district, the
job of organizational specialists is’to.increase the effect’veness of |
groups as task-oriented entities and to lead school personnel to function
. more effectively as components of working bodies carrying out their speci_

fic tasks. The key to a job well done lies in a school's capacity to
solve its own problems by using the resources already present These
resources include 1nformatlon about different currlcula, W1lllngness to
take risks, and creativity in teaching, Staff resources are not simply
1deas residing in a flllng cabinet. Rather, resources are'truLy available
~ only when a work group callo upon members for fresh ways of doing thlngs,
when each menber feels unafraid in offerlng his own ideas for use, and
when the norms of the group enable a new idea to be moved into actlon w1th’
reasonable speed and commitment. It is the speolallst's commitment to
enhance these capabilitiés.

Work of the organlzatlonal spe01allst differs significantly from
the sort of help offered by a traditional management consultant Tradi-
tional consultants work on problems as they are deflned by the adminis-
trators of the organization. After interviews and observations are made,
reports are issued that recommend solutions to the original problems.

. Rarely does a traditional consultant stay with an organization long enough
to help it carry the recommendations inte practice. Organizational spec-
d ialists, on the other hand, explore problems from the perspectives of all

parts of the organization and include relevant parties within and without

3



the organization in designing and implementing change. Frequent training
sessions help the school personnel to carry out the changes they them-
selves designed.

The work of the organizational specialist also differs signi;
ficantly from that of the sensitivity trainer. Although the specialist
makes use of the organization as its own laboratory for experiential or
inductive learning techniques, he uses these "laboratory groups' in very
different ways from sensitivity or T-groups. The targets of the OD
training are the mewbership as a whole and as subgroups. The specialist
‘seeks to help modify norms and the definition of roles. He does not seek
to change personalities, nor is the 0D iraining aimed at facilitating per-
sonal growth.

The other chief body of theoryv upon which we draw is the branch
of group dynamics that studies the helps ana hindrances.that individuals
bring to the group task. The writings of McGregor (1967) sum up our
position on these matters very well. See also Katz and Kahn. (1966) and
Schein and Bennis (1955) as other representative examples,‘

Schools are complex organizations stabilized by role expectétions
and interpersonal norms. Faculty menbers behave predictakly largely be-
cause they adhere to shared ekpectations for what is appropriate in the
school. Norms are compelling stabilizers because individuals monitor one
another's beharior, It is the strength of this shared feeling that makes
a school organization so resistant to modification but at the same time
offers the specialist a leverage point for planned change. Norms provide
the school. organization with its strucﬁure and coherence. Members of a
staff behave in patterned and predictable ways because their behaviors
are guided by common expectations, attitudes, and understandings. Norms

are especially servicsable and tenacious when individual staff members
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our work, and many had also experienced demonstrations or college courses

on commnication skills and group probiem solving. We already had been
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- intrinsically value the normative behavior in the schiool or when they per-

ceive -such behavior as instrumental in resching other valued goals. In

any case, norms are strong stabilizers of organizational behavior.
Norms about relations between individuals produce role prescrip-
tions. Role-taking is done .as part of an interaction with other role-

takers. If it is said that an organizational menber is performing poorly

in a given job, it means that the interaction betweeri the job-holder and
his role reciprocators is brecking down. In this sense, the pbint of a .
spec falist's intervention for improving a subsyctem 1is hot a person but
rather the interaction patterns linking role reciprocators.
A specialist's intervention must bring a subsystem new ﬁays,of
carrying_out inﬁerpersonal interaction; further, these new procedures

should be entered into by the actual role reciprocators who make the sub-

system run. Changes in organizational norms and roles are most efficiently ¢
brought into being and made stable by asking staff members to behave in
new ways in their actual workfgroup.setting while, at the same time,

other role-takers observe these new behaviors. Norms will not be altered

v e LR

unless other relevant role-takers are allowed to see that their colleagues

actually accept the new patterns of behavior iﬁ the setting nf the school.
Many subsystems in school districts call for staff nembers to

interact daily'in mitual interdependence and reciprocity. These sub-

systems, especially when they are face-to-face and intimate, rejuire more

detailed norms than does the district at large. The norms of such sub-

systems center on methods for work, interpersonal values, and social-

emotional customs. FEach face-to-face work group rewards certain manners
of speech, behavicrs, gestures, etc., and not others; it also approves

certain topics for discussion and not others.
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In these groups, individual differences in personality become
important, sometimes crucially so. Especiallv important are emotional
predispositions and interpersonal competencies or skills. Alteration
of some interpersonal patterns can be brought about by administrative
directive, but patterns of interpersonal interactions that deeply in-
volve the egos of the participants can usually be changed only through
the same process by which they are maintained -~ through new one-to-
one actions supported by other members of the subsystem and legitimized
through the formation of new intra-group rorms.

Because man's rational and emotional sides are inextricably
mingled, organizational change can achieve stability only if it takes
adequate @Cpount of the participants' emotional natures. Research shows

that men invest emotion in at least three domains: (1) achievement,

also labeled curiosity, exploration, or activity; (2) affiliation, also

delineated by some as the interpersonal dimension of love, indifference,

and hostility; and (3) influence or power, also described as the dimen-

sion of deminance-submission. Most interpersonal relations and the
motivations concomitant with them can be construed as having achieve-
ment, affiliation, and influence components. Emotional experiences can
become problems when any one of these motivational states is frustrated.
Any job becomes attractive and draws upon the best abilities of
its incumbent to the extent that it satisfies one or more of these three
needs. Feelings in the area of achievement can be harnessed by the
specialist when he helps staff members gain a clear conception of one
another's goals. Afrfiliative feelings can be gratified by helping to
build a cohesive unit in which staff members find friendliness and the

reciprocal exchange of support and warmth. Feelings related to power
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can be satisfied by helping a subsystem to allow for influence at all
levels. Al these emotional states are potentially harnessed through

taking a problem-solving orientation to organizational life in schools.

Using the Theory

Our theory points us toward working with subsystems, no® with
individuals or with opportunistic collections of individuéls. We re-
je;t the strategy of making better organizations by improving the members.
Instéad, we séek to alter organiZational functioning by changing the

interactions among members. In training, furthermore, we deal during

any one unit of training with the interactions within the subsystem:
a group »f individuals held together by norms and roles and interdepen-
dent in carrying out their tasks.

Furthermore, we do not spend much time studying individuals
and directing our interventions to individuals. Instead, we help sub-
systems to désign ways of working that will offer opportunities to
satisfy the three needs we mentioned earlier. We then leave it to the
initiative and ingenuity 6f individuals to take advantage of the oppor-
tﬁnities tqlsatisfy their ﬁppermost needs. And they do so.

| The tactics or sub-strategies we use in the overall design of

a large intervention do not follow in simple logic from the theoretical

assertion~ we made earlier in this paper. One reason (among others) is

" that the tactics also rest on the practical experience we have had with

alternate sequences. We shall skip a good deal of explanation and de-

scribe briefly some major tactics we recommend to organizational
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specialists, wLach tactic focuses effort upon a particular funcflon in

the organization. Improving these functions, we belleve, is ess ential

if the self-renewing capacity is to be achieved.

1. Organizs ional specialists should first-judge the sorts of .
discrepancies that exist between the school's goals and its eciual
organizational perforumnce. Some.featﬁres to be diagnosed are: (a) the
school's current level of tension in relation to achieving.its goals,

(b) the posslble directiens that the‘seﬁool might move in achieving its
goals, (¢) the goals that are or are not being achleved, (d) the problem-
solving processes that the school uses to cope with discrepancies, and
(e) the ways ihat. the school now checks_tq see if it is achieving its
goels.

2; Organizational specialists should-assess the level ef role
clarity'in the school. The important .eatures are (a) sufficiently pro-
mulgated deflnltlon and support from the school dlstrlct's adnanlstratlon
(central office), (b) adequate level of eonfldenoe in the role- perforvenc
of others vis—a—vis oneself, and (c) sufficiently understood roles of

others in distant parts of the school so that the eﬁtire'erganization‘

-can be perceived as an organization to which one sees that he belongs

in a meaningful way.

3.’ Organizatioﬁal specialists should pay attention to the flow
of communication in the school organizatidn, Almost inevitably, malfunc-
tioning in a schocl will show itself in weakened and distqrted.coﬁmmnin
cation at crucial ilnks. In contrast, scnools “hat undergo successful
organizational tralnlng evince continuing formalized activities for im-

proving communication,. The specialists should diagnose a school's

.attenpts to improve its commmication by checking to see if new forms
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of commuinication remain reasonably stable, to see if more than just a
few staff members get involved in the rew mode of communication, and to
see if there is agreement in the school that the new form is legitimate
and that it helps the staff to accomplish its goals,

. Organizational specialists should assess the extent to which
the school has a repertoire of interpersonal techniques for collabora-
tion in small task-groups. They should assess the success of staff
menbers in performing communication skills such as paraphrasing, describ-
ing one another's behaviors objectively without imputing motives, and
expressing their own feelings openly and constructively .

5. Organizational specialists should assess to what extent
a variety pool is available for producing new and appropriate ways of
solving organizational problems. Neither people nor organizations take
on a new way of behaving merely because someone conceives of the new mode.
Formalized ways for adqpting new patterns must be present; the variety
pool, if it is to be effective, must represent a capability for organized
action. It must be institutionalized and rewarding.

To locate the Qariety booi in schéols, tﬁe specialists should
look for recently altered interrelations of roles, the diverse ways of
transmitting information present in the school, commitments of man-hours
to temporary projects, the variety of cholces and classroom innovations
actually being tried out, and the like. Often new activities in schools
take the form of committee work, curricular altera.t.ioﬁs9 financial changes,
alterations in schedules, procedural innovations at meetings, or finding
new roles for students or new jobs for the faculty. An jmportant evi-
dence of an active variety pool in a school is the practice of new forms
without prior approval of administrators, at least up to the poiny of

disruption of existing routines. Further, in seeking possible new
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contributions to the variety pool, the specialists should look at the
de&iant behavior in the schooi and assess its potential for being con-
verted to constructive use.

6. Organizational specialists should assess Lo what extent the
school contains means for selecting some innovative aativities‘to'be
maintained in the variety pool and méans for réjectimg others, The
school should have a gethod for deciding whether any proposed inmnovation
points sufficiently close to a goal to Justify keeping the innovation
in readiness for use. Signiﬁicant individuals in the school should be
able to verbalize goals in ways with which others would agree. Norms
in the school should support sontinuous comparisons between expressed
goals.and-the implications of current action, and commitiees should
exist for deéidiﬁg what is to be done about the.lack of matching between’
‘expressed goals and proposed ways of doing things. The specialists
should insist on clearér statements of goals, should helpiconvene,fre—
quent conferences of a problem-solving type to seek wayé of bfinging
current action into harmony with goals, and shoﬁld suggest "trial runs”
of new organizational forms for bringing'abouﬁ an‘undgfsténdable'corresf
pondencevbetween the variety poocl and'proclaiméd goals.

7. Organizational specialists should assess.to what extent the
school has a method for institutionalizing an innovation after it has
been judged suitable and worth keeping. oD training that nelps a fac-

- ‘ulty to search its own members for useful resources will create a school
";in whiéh the staff menmbers invent their own methods of maintaining an
accessible variety poolal A variety pdol will.probably be more accessible
when the distriﬁution of power in a faculty is more equalized. Conscious

"modeS-of'maintaining innovetions will be more likely to appear after




training that gives practice in using feedback-loops and in seeking
evidence of successful innovations.

‘8. Finally, the brganizational.specialists - as a team --—
should become a hermanent and leg_.imate body in tae school district.
The team must.be,supported.both‘intellectually and financially by the

district's decision makers. It should be estaeblished as a formally

.-differentiated subsystem.with.a coordinator who reports directly to the

superintendent and its own budget. The team rémains integrated and in
touch with other pa“ts of the dlStIlCL because of its heterogeneous

membershlp° LonpOSLtlon of the 1deal team would include members from

all parts and role levels of the district.

" A Recommended Sequence for Integrating

Specialists into Other Districts

- A team of organlzatlonal spec1allsts in a school dlstrlct is one
way'of developlng the self-venew1ng chafacter of the district. Espe01ally

when the specialists are drawn from.different roles and hierarchical

- levels in a dlstrlct thelr work together can build useful. technlques

whereby 1ntra—dlstr1ct communlcatlons are clarlfled and constructlve

T attitudes-are taken‘to prdblemrsolv1nga The success of the specialists

depends on their ability to open up commnication and to improve problem—

 solv1ng skllls in ways that allow existing resources to be used, Certain

tprecondl’tmons for a succesuful cadrP of orgdnlzatlonal spe01allsts can

be SKetched as a.result of our experlence in Kent and Eugene.
From.the beglnnlng oi the prOJect all 81gn1f1cant JOb sectors -

within a dlstrlct should be involved in defining obJectlves and delln—

' eating problems. Second, a vertically organize@ group of persons of high
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influence should attend a short training event in which 0D theory and

techniques are demonstrated. The demonstraticr _' v L ltly . ocveal

t» Adifferences between 0D and sensitivity training (see Séhmuck, Ruhkel,

and Langmeyer, 1971). Third, this high~influence group should form a
steering committee for the project from one of its own subgroups. The
steering committee shéuld decide on a means of advertising and of se-

lecting the recruits for the training. A coordinator of the steering

committee should be identified as the coordinator for the specialists,

tHe'will feport directly to the superintendent. The recruits that are

sought by the coordinator and his steering committee should represent
most of phe significant professional roles in'thé district. Fourth,
the’épé;ialists'should expérienéé‘intensive initial training during
three weeks in wnich they learn héw to'perfbrm as group—précess f;biii—
tators. Fifth, the team forms into several subgroups for the first.round

of training attempts. The specialists try out their skills under the

guidance of outside consultants. The éubgroups_fpcps upon (1) a public-

- relations function to inform others in the district about oD through demon-~

sﬁratiohs,'(Z) an inservice course in commnication skills, group exercises, -
and group problem-solving to educate individuals in the districﬁ.about
the building blocks'of oD, andf(S) ODlintervenpions for schools ﬁhioh-
have élready had some training and for those which have had none. Final-
ly, iue team develops its own best set of procedufeé.for monitoring its
own performanée for improving the skills of its members, and for getting

new members, -

Helps and Hindrances in Establishing

'Teams of Specialists

Our experience in both.Kent and Eugene indicates & number of
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things the cutside consultants can do to help the vrganizational special-
ists get off to & good start. A number of features of the Kent and

Eugene projects speeded and heightened the effectiveness of the teams

‘of specialists in their work. Members of both districts were able to

comprehend something of the probable role of the organizational special-

ist through participation 'in some of the training that had been conducted

" by the CASEA consultants. (Actﬁally, almost everyone who applied for

training as a specialist in Kent had experienced the work of CASEA first-
hand. In FEugene, most of the recruits had experienced CASEA-like events
through demonstré%ions, inservice workshops, and college courses.) These
facts minimized false anticipations on thé part of applicants and gave
the summer training events. something of a head start.

Béoaﬁse of sarticipation in CASEA-led or CASEA-like events, many
mémbers of the two districts also had some familiarity with the kind of
work the specialists would be %Qing, The superintendent in Kent, for
example; knew what the‘épecialists were talking about when they proposed
to help with the précesses dufing his étaff meetings. The Area Directors
in Fugene knew very clearly what the work of the specialists would be
like,’.The'ﬁfincipéls'of both districts had at least a beginning under-
standing of what they were contraoting for when they asked for help from
the specialists. This familiarity lessened the likelihood of crossed
signals, misapplications, and disappointments., The familiarity with the
specialists! sort of work on the part of others in the district also re-
sulted in confidence and support from others. The two superintendents
supported the-wdrk by allowing wa very qapable curriculum.specialists,
one in each district, to §pend time as cooraina;ors of the specialists,

They also supported the specilalists by releasing ten days a year to each
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for his work as a speciglist.
The many Jobs represented among the specialists made available

to them a wide variety of resources. Thesa resources inciuded intimate.

knowledge of particulsr schools, lisison with the local education asso-
ciations, and access to the superintendsnt and his cabinet (called
clinic in Eugensj.

in both districits, the speqialists:were soon resognized gs avail-
able to any segment of their district. No doubt this cccurred bhecause
the wide range of jobs among ﬁhe Specialists prevented them being looked
on as an sdjunct df'any one school or division, and alsc because thej
sought out, for their sarly.projqcts, work that would take them into
various segménts of the district;

In Kent, a norm was established early that maintained respect
for.divérsitj among the specialists,A As esfly as the end of February,
l970;1£he:steering cbmﬁittee Of'the orgsnizatioﬁal specialists had stated
that.a member~of the districﬁ coﬁld pafticipate in the work oi the specialf
ists in several ways: (1) as an occasional observer and reporter, {2) as
ap instructor of an inservice cocurse, (3) as an aétive menber of a~team,of

'Specialisis in a particular OD intervention buﬁ not. as a regular member

as a body, (4) as

0]

of the specialist group with duties to the spscialist
a regular member of tﬁe specialist group, and (5) as a regular nember with
additional d&ty as a menber of the steering committee. This tole_ ance

of various roles within the specialists has enabled them.to make optimuﬁ
use of £he talents and time of each person who works with'them, More~
over, che gradation'of'respdnsibilify;aﬁong'the roles provides a natural

channel for developiﬁg new meibers of the body as a whole. Although at

the time of this writing it is too soon to tell, it appears that Eugene,
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too, will adopt a norm of flexibility and diversity for its specialists.

Our theory of organizations leads us to believe that a key cause
of the successful functioning of the specialists is their image, not
merely as a list of individuals, but as a team or subsystem wlithin the
districts, with a group identity as clear as that of a school or central
office division. This subsystem character was produced among the spe-
cialists by giving them tasks during training that increased their inter-
dependence and their readiness to call upon one another for help with
the expectation of receiving it. The subsystem character, in turn, made
it easy for the specialists to allocate duties, establish and disband
subteams, and call up n the resources of one another on short notice.

Our experiences in Kent also showed that our strategy for build-
ing the specialist team had some weaknesses and limitations. In the
earlier part of the Kent project, sites for interventions were picked
mostly by the specialists; the projects did not arise at the initiative
of the people occupying the sites. In a few instances, the trainees felt
as if the OD were being imposed upon them. One way specialists can give
a school the opportunity to invite them in (and increase the likelihood
of such an invitation) is to make opportunities for the faculty to dis-
cuss its own problems w'  hin itself, with the specialists serving as little
more than conveners of the discussions until an opportunity arises to
offer their other skills. Another way -- the way currently being adopted
in Eugene -- is to offer brief (two hours to two days) demonstrations of
"what OD is" and then to let the recipients choose whether they want
OD training.

A second weakness of our approach in Kent was the perception on

the part of many of the Kent staff that the specialists were part of the
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outside CASEA consultant group rather than an integral part of the dis-
trict. We believe this perception was intensified among those personnel
who never actually participated in any of the OD training as a result of
certain fears many of them formed about what the CASEA consultants -- and
consequently the specialists —- might ask them to do. The most prominent
fear was that of self-disclosure and the release of strong emotion that
many people associate with "sensitivity training." This misapprehension
was strengthened in Kent by the principals' attendance at the Human
Relation Laboratory in June, 1968, That event consisted mostly of exper-
ience in T-groups, with personal growth rather than OD as the goal. Some
Kent principals communicated the belief to teachers that the training
done by the CASEA consultants and Kent specialists would be similar to
their T-group experience. The CASEA consultants should have devoted more
time to demonstrating the nature of the projected OD training to inter-
ested teachers in the district. In Eugene, we are being careful to do
this by urging a subgroup of specialists to develop strategies for
demonstrating OD throughout the district.

Perhaps the most serious limitation to both the Kent and the
Eugene cadres relates to the professional expectations and workloads of
the specialists. Both districts are vigorously pursuing other change-
oriented programs and many of the specialists are committed to some of
these other programs. For some specialists, conflicts will develop in
their own minds over which of the projects should receive highest pri-
ority. In Eugene, we have attempted to seek clear commitments from the
specialists with the understanding that some extra time will be required
to make the project successful.

Another limitation is that the specialists will sometimes
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enicounter role conflicts; they will inevitably obtaln diagnostlc data
about ctners that can be used for evaluative rather than facilitative
purposes. Or they may wish to move back Irom certain confron.ations if
they think their own status in the distric. .ould be threatened., Cur-
rently, we are trying to mitigate limitatiors like these in our work with
the Eugene district. A final limitation is the lack of & clearly worked
out set of procedures for increasing the knowledge and skills of the
specialists. In brief, *he specialists will need thesir own mechanisms
for self-renewal. Currently, we are developing & strategy for refur-
bishing local teams of specialists through regional linking organizations
(see Runkel, 1970, for details).

To sum up briefly our current recommendations for developing a
cadre of organizational specialists, the district should involve repre-
sentatives of all ranks and types of jobs, demonstrate repeatedly the
nature of OD in various segments.of the district, and wait for subgroups
in the district to ask for help. Administrators and influential teachers
should be encouraged to indicate their support of the project in con-
crete ways; payment for training events, offer of secretarial services,
and offer of space for meecings and storing supplies. Since most organi-
zational specialists will be expending a great deal of extra time and
energy in the project, the fragile relationship between the district and
the project must be carefully nurtured.

If it exercises due regard for the nature of a subsystem in a
human organization, a school district will find that the development of
a cadre of specialists in organizational training can be a relatively
inexpensive way ¢ refurbishing ineffective group processes and of bring-

ing about a greater capacity for self-renewal.
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